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The purpose of this research project was to determine if a bilingual explanation of conjunctions 
results in better comprehension than an explanation in English only for dual language learners 
reading an English language text. Participants included four bilingual third grade students from 
the communities of Longmont and Boulder, who attended English-language classrooms. The 
author created a research protocol to determine the participants’ comprehension of target 
conjunctions before and after instruction. The author taught the use of target conjunctions to the 
participants, with instruction for half of the conjunctions presented in English and half in 
Spanish. No consistent difference was found in participants’ performance on the post-test for 
conjunctions taught in Spanish as compared to those taught in English. The language of 
instruction appeared to have no effect on student performance. 
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Literature Review
 There exists an achievement gap between native English-speaking children and bilingual 
children in public school systems nationwide. Students who speak a language other than English 
at home often demonstrate difficulty with reading comprehension, especially of expository text 
(Bejos, 2009, Lesaux, Koda, Siegel & Shanahan, 2006, Lesaux & Geva, 2006). The level of a 
child’s reading comprehension affects their overall academic performance since much 
information is presented through expository text in grades 3 through 12. Various studies have 
indicated that explicit teaching of text structure and structuring devices supports reading 
comprehension in expository text (Graesser, McNamara & Louwerse, 2003, Vacca & Vacca, 
2005). However, no studies were found that explored the issue of language of instruction for 
bilingual individuals with regard to this particular issue. The purpose of this project is to explore 
the effect of the language of instruction in one type of structuring device (conjunctions) on 
comprehension of expository text. 
Dual Language Learners
 I use the term ‘dual language learners,’ (DLLs) to highlight the fact that, for many 
children growing up bilingual, first language development continues through the school years, as 
the second language is also being acquired. The term ‘English language learners’ (ELLs) does 
not encompass the continuing development of the home language, nor does ‘English as a second 
language’ (ESL). The term ‘culturally and linguistically diverse’ (CLD) has the benefit of 
including the cultural diversity as well as the linguistic diversity of students who speak a 
language other than English at home. However, since this study is intended to investigate 
language learning, the term DLL, with its emphasis on language learning, was preferable. The 
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term ‘limited English proficiency’ portrays students who do not speak English as a first language 
as lacking, rather than acknowledging the strengths that these students may bring from their 
home languages. 
 Home language development does not stop when an English-speaking child enters 
preschool or kindergarten. The child continues to develop language skills both in school and at 
home. Likewise, those who learn English as a second language continue to learn their first 
language at home as they acquire English at school. When these children are given the 
opportunity to develop their home language at school while learning English, they often attain 
higher proficiency in English (Collier, 1989). Children who begin to acquire English in school 
and whose first language development is not supported during the early school years do not 
reach the same level of proficiency in the second language as children whose first language is 
supported. Furthermore, the development of the two languages is interdependent. The learning of 
each language is informed by learning and skills in the other.
 Research has shown that children whose first language is not supported do not achieve 
the same level of proficiency in the second language as those whose first language is supported 
in the early school years and during the transition to English-language instruction. In her 
synthesis of research, Collier (1989) reported that if cognitive development in the first language 
is not supported, proficiency in the second language as well as academic growth may well suffer. 
“One important finding is that the lack of continuing L1 cognitive development during second 
language acquisition may lead to lowered proficiency levels in the second language and in 
cognitive academic growth” (p. 511). This phenomenon is called subtractive bilingualism 
(Collier, 1989). Because of findings such as these, school districts such as Boulder Valley School 
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District (BVSD) and St. Vrain Valley School District (SVVSD) have instituted programs with the 
goal of supporting the first language while preparing DLLs for academic success in an English 
language environment (Boulder Valley School District, n.d., St. Vrain School District, n.d.). Both 
districts have sizable minority-language populations in the schools. In both communities, 
Spanish is the predominant minority-language in the school districts. Both districts offer 
bilingual classrooms in the early grades where instruction and learning are supported in Spanish 
while English is introduced and taught as a subject and also used for some instruction. Students 
are transitioned from the bilingual educational environment to English-language instruction. 
Some students receive additional support in English-language learning.
 The US census from 2000 indicated that one in five school children in the US spoke a 
language other than English at home (Echevarria, Short, & Powers, 2006). Hispanic students 
constituted 75% of students receiving ESL instruction, bilingual programming, or other language 
support programs (Latinos in Education Report, 1999, cited in Echevarria, Short, & Powers, 
2006.). Additionally, students whose first language is other than English constitute the fastest 
growing segment of the US student population (Genesee, Lindholm-Leary, Saunders, & 
Christian, 2005). Although children who speak a language other than English at home enter 
school with a wide range of language skills and life experiences, these skills may not be 
validated as the children enter school. Many schooling models suppose some proficiency in 
English language such as oral proficiency and an understanding of the grammatical system 
(Echevarria, Short, & Powers, 2006). This assumption on the part of the schools, when present, 
places DLLs at an educational disadvantage. For many DLLs, this disadvantage continues 
throughout their academic careers.
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  The acquisition of English as a second language in school is a complicated process and 
requires ample time. DLLs attending ESL programs or bilingual programs require from five to 
nine years of English instruction before their scores on standardized tests reach the average score 
range of native speakers (Collier, 1989). Collier (1989) reported that the amount of time that 
DLLs require language-supported learning depends on a variety of factors including the age that 
the child was introduced to the second language, cognitive development, and proficiency in the 
first language. She recommends that development of the first language should be continued at 
school through age 12, noting that the development of a first language strongly supports the 
development of a second, according to her review of relevant research. However, most programs 
in the US do not offer five to nine years of special language programming for DLLs, nor do they 
support first language development through 12 years of age  (Echevarria, Short, & Powers, 
2006). In theory, children are to be discharged from ESL and bilingual programs when their 
skills are commensurate with adequate performance in English-language classrooms; however, 
many DLLs are discharged before their skills are adequate to support learning in an English 
classroom (Echevarria, Short, & Powers, 2006). Various explanations for this discrepancy 
between the theory and the practice of educating DLLs have been suggested, including: 
insufficient numbers of teachers to meet the needs of students requiring such programming; the 
existence of legislation limiting attendance in such programs to one year in some states; and the 
lack of instruction in academic material during English-language instruction in some programs 
(Echevarria, Short, & Powers, 2006).
 Nationwide, DLLs lag behind their peers who speak English as a first language in terms 
of academic achievement. A survey  that reported data from 41  states (Kindler, A., 2002, cited in 
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August, 2006) found that only 18.7% of DLLs who were assessed scored above the state-
established norm on academic measures. August  (2006) reported that the dropout rate of 
students who speak a minority language was 31% in 1999, compared to 10% of students whose 
first language was English. Hispanic students have a higher dropout rate than non-hispanic 
students, and the gap in achievement between DLLs and English-language native students 
widened during the late 1980’s and the 1990’s (Klinger & Vaughn, 2004). Echevarria, Short, and 
Powers (2006) also found that the academic achievement of DLLs “lagged significantly behind 
that of their language majority peers” (p. 7). According to these authors, DLLs received lower 
grades, were judged by their teachers to have lower skills, and scored below their language-
majority peers on standardized reading and mathematics tests. The authors also reported higher 
dropout rates and more frequent placement in low-ability groups in schools. Overall, the 
examination of trends in US education of DLLs has revealed that these students do not develop 
the same level of academic skills as their peers, and that this problem may be worsening.
 Vacca & Vacca (2005) stated that DLLs are “often caught in a cycle of school failure that 
contributes to marginal achievement and high dropout rates” and that they are often placed in 
low-ability educational groups where instructional material is less substantial than the curriculum 
taught in other classrooms (p. 104). The authors continued: “ their school experience is often 
characterized by failure, disconnection, and resistance to reading and writing in academic 
contexts” (p. 105).  The years during which a child is transitioning from first-language-supported 
instruction to English-only instruction are difficult for both students and teachers. Both during 
and after the transition to the English-only classroom, students participate less and achievement 
is lower, while referrals for special education increase (Gersten, 1999). These academic changes 
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may be due, in part, to the fact that teachers who have little to no training in supporting transition 
are expected to teach transitioning students (Gersten, 1999).
 In the Colorado districts mentioned above, BVSD and SVVSD, the performance on 
standardized tests in 2010 conformed to the national trend among DLLs. According to a report 
by the Colorado Department of Education (District Performance Framework Report 2010. 
Boulder Valley RE 2 - 0480), in BVSD, as a group, DLLs did not meet state standards for 
reading, math or writing. DLLs, as a group, scored one point lower on a scale of 0 to 4 than the 
total population on reading, math, and writing; 2 of 4 points for DLLs as compared to 3 of 4 
possible points for the total population. (The scores on the standardized test for science were 
reported for the total population but not for DLLs.) Additionally, the report indicated that DLLs 
in BVSD did not make adequate growth in any of the reported areas, while the total population 
did make adequate growth. 
 The picture in SVVSD is similar. The Colorado Department of Education (District 
Performance Framework Report 2010. St. Vrain Valley RE 1J - 0470) reported  that, in 2010, 
DLLs in SVVSD did meet state standards for reading, scoring the same number of points as the 
total population, 3 of 4 possible points. With 2 of 4 points in writing, DLLs scored one point 
below the total population in writing. In math, the district as a whole did not meet the state 
standard. However, DLLs performed lower on the standardized test than the total population (1 
of 4 points for DLLs, compared to 2 of 4 points for the total population). In SVVSD, DLLs made 
adequate growth in reading but not in mathematics or writing. The district growth in mathematics 
was inadequate. 
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 Based on the literature on DLL education, it seems probable that dual language learners 
in Boulder and Longmont, and elsewhere in the United States require additional language 
support to reach the level of academic achievement reached by their majority-language peers. 
Although students may have moderate abilities in spoken English, they require additional 
support to understand and use academic English. ESL strategies alone, such as using visual aids 
or speaking more slowly, are not sufficient to support DLLs success in the English-language 
classroom (Echevarria, Short, & Powers, 2006). These students require systematic language 
development coupled with content instruction. Although most researchers agree that DLLs 
require additional language support in order to learn effectively in the English-language 
classroom, there is little consensus as to how best to support the language development of these 
students. This study is designed to investigate whether developing the concepts of unfamiliar 
conjunctions in the oral first language (Spanish), rather than in oral English, may increase the 
comprehension of those conjunctions for reading English expository text in third grade DLLs. 
Reading Comprehension
 Vacca & Vacca (2005) cited a definition of language proficiency  as: “the ability to use a 
language effectively and appropriately throughout the range of social, personal, school, and work 
situations required for daily living in a given society” (p. 29, from Boyle, O. F., & Peregoy, S. F.,
2001. Reading, writing & learning in ESL: A resource book for K-12 teachers. White Plains, NY: 
Addison-Wesley Longman.). According to this definition, in order to be qualified as proficient in 
English, DLLs in the United States must be able to use not only spoken but also written English 
to accomplish their daily goals. Vacca & Vacca noted that students must be able to listen, speak, 
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read, and write proficiently. Yet many DLLs are not proficient with various skills in English, 
especially reading and writing. 
 Hudelson (1994) offered a definition of reading as “a language process in which an 
individual constructs meaning through a transaction with written text that has been created by 
symbols that represent language.” She noted that “the transaction involves the reader’s acting 
upon or interpreting the text, and the interpretation is influenced by the reader’s past experiences, 
language background, and cultural framework, as well as the reader’s purpose for reading” (p. 
130). Hudelson’s definition emphasizes the role of the reader in constructing meaning through 
text and the importance of the language skills and experience that the reader brings to the act. 
The National Reading Panel’s findings defined comprehension as “intentional thinking during 
which meaning is constructed through interactions between text and reader” (p. 13, from Harris 
and Hodges, 1995, cited in National Institute of Child Health and Human Development, 2000). 
This definition of comprehension corresponds to the interaction between between text and reader 
in Hudelson’s definition of reading. The difference between these two perspectives is that, for 
Hudelson, reading implies comprehension while in the National Reading Panel report, reading is 
composed of various elements, one of which is comprehension. Whether comprehension is 
viewed as implicit in reading or as one of various components in reading, comprehension of text 
is essential to reading and to academic success. Finally, Vacca & Vacca (2005) defined content 
literacy as “the ability to use reading, writing, talking, listening, and viewing to learn subject 
matter in a a given discipline” (p. 7). This definition not only emphasizes the importance of the 
traditional literacy skills of reading and writing in learning but also points to the interrelation of 
oral and written language skills in the educational environment. What emerges from these 
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definitions is a complex picture of language skills that encompasses oral and written abilities 
and, for students, informs social, personal, and academic performance. 
 Reading ability and comprehension are more important now than ever before for 
students. As the students of today enter the adult world, they meet with greater expectations of 
their ability to read and write than any previous generation. Reading is important because, while 
not the only source for learning, it is an important tool for constructing knowledge and 
developing new insights and perspectives (Vacca & Vacca, 2005). While students may learn well 
through oral language, they are expected to be able to learn through written language, as well.  It 
is important to consider the reader when studying text comprehension because reading 
comprehension involves relating new information to previously learned information. “Memory 
must be searched and inferences have to be made to determine local and global coherence” in 
texts (Geva, 1992, p. 734). Thus, reading comprehension depends upon the reader’s stored 
knowledge and his or her ability to make connections between that knowledge and the 
knowledge presented in the text. Readers also must recognize or infer the connections among the 
elements of the text.
 Grasping coherence is an integral aspect of reading comprehension, because it entails 
following the logical connections that link ideas together. A text without coherence is a collection 
of ideas that do not fit together into an argument or a knowledge system. Coherence relations are 
often constructed or signaled through linguistic and discourse markers, including pronouns, 
conjunctions, and headings in expository text (Graesser, McNamara & Louwerse, 2003). In order 
to construct a coherent text, the reader must know how to utilize these markers. While implicit 
knowledge of text structure is one trait that distinguishes good readers from poor readers, text 
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structure is not generally taught explicitly in schools (Geva, 1983). Klinger and Vaughn (2004) 
found that explicitly teaching text structures can increase the comprehension of DLLs.
 Comprehension in expository text. Expository text is of particular relevance to students 
because, beginning in grades 3 and 4, most reading for school is expository rather than narrative. 
Comprehension of expository text is important both in school and outside of school (Bejos, 
2009). In school, children must understand text books and other academic materials. As children 
approach maturity, they must be able to understand health and financial information, as well as 
work-related texts. At the same time, various researchers agree that comprehending expository 
text is more difficult than comprehending narrative. Geva & Ryan (1985) suggested that the 
increased difficulty of reading expository text may derive from a lack of vocabulary knowledge, 
while Graesser, McNamara & Louwerse, 2003 suggested that the difficulty stems from reduced 
world knowledge in the poor reader and the relative paucity of explicit coherence relations in 
expository text. 
 The above researchers also agree that comprehension of expository text requires that the 
reader understand the coherence relations in the text. Inferences are among the most important 
and potentially problematic coherence relations in expository texts (Bejos, 2009). Readers of 
expository text must be able to arrive at new knowledge based on knowledge given in the text. 
They must draw conclusions, expand ideas to include members of a similar categories, and make 
predictions.  It may be easier for young readers to infer logical relationships in narrative text than 
in expository text. Relational words in expository text tend to be of greater complexity than those 
in narrative. Additionally, dependent clauses, which are more difficult to understand than 
coordinating clauses, may be more common in expository text (Geva & Ryan, 1985). 
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Comprehension requires relating explicit and implicit information within and between 
paragraphs. Comprehending expository text requires that the reader understand information 
categorically, with a super- and sub-ordinating organization, while narrative reading requires 
following a schema or narrative grammar, which may be easier for young readers (Bejos, 2009). 
When students are taught to find the relationships among ideas in expository text, comprehension 
improves. Research has demonstrated that making coherence relations in expository text more 
explicit can improve retention and comprehension of the text by readers (Graesser, McNamara & 
Louwerse, 2003).  If children understand text structure, their learning and retention improves 
(Vacca & Vacca, 2005). 
 Conjunctions in expository text. Conjunctions signal various relationships within a text. 
The relationships between ideas in text are often signaled through different classes of 
conjunctions (Geva, 1983). Such relationships can include relative time and causality, and can be 
conveyed using conjunctions like ‘when,’ ‘because‘ or ‘since.’ Conjunctions may also indicate 
text structure (Geva, 1985). Such conjunctions may include expressions like ‘not only __ but also 
__’ and ‘for example.’ Conjunctions are often used to signal the logical relationships between 
ideas in text (Geva, 1992). Words like ‘therefore’ and ‘thus’ can clarify logical relations. 
Conjunctions mark the structure of discourse and the function of portions of the text. Vacca & 
Vacca (2005) referred to ‘signal words’ or connectives, with which authors highlight the 
relationships between ideas, and which therefore help readers to follow the author’s thoughts. In 
an experiment, Geva (1992) found that explicit conjunctions in expository text facilitate 
comprehension, but that the effect was greater for less skilled readers than for skilled readers. 
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Irwin (1980) found that, for third, fifth, and eighth graders, text comprehension was improved 
when causal relationships were explicit. 
 In spite of the important role of conjunctions in making text structure clear, research has 
found that many school-aged readers do not make use of the information provided. Various 
studies have found that younger students (up to grade 9) do not pay attention to the information 
provided by conjunctions (Geva & Ryan, 1985). This research found that less skilled readers 
demonstrated poorer knowledge of conjunction meanings than skilled readers. Skilled readers 
were found to make good use of conjunctions when reading, but they also demonstrated less 
reliance on explicitly marked relations in text. Geva & Ryan (1985) found that less skilled 
readers in grades 5 and 7 did not use conjunctions as successfully as skilled readers when they 
were present, but that when the conjunctions were highlighted in the text, these students’ 
performance improved. They reasoned that the difficulty experienced by such students may be 
caused by a lack of knowledge of conjunction usage or by insufficient attention paid to 
conjunctions while reading. They suggested that conjunctions should be taught explicitly when 
expository text is taught. 
 Reading comprehension in the second language. Reading comprehension can pose 
great academic difficulties for children who have not acquired knowledge of text structure and 
other aspects of comprehension. Research suggests that these difficulties continue or get worse 
as the student progresses through the school years. Children who have difficulty with reading 
comprehension at age 8 are likely still to have difficulty at age 11 (Burgoyne & Kelly, 2009). 
 Among students who struggle with reading comprehension in US schools, DLLs are 
over-represented. DLLs consistently lag behind their English-native peers in reading 
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comprehension (Lesaux & Geva, 2006). Lesaux, Koda, Siegel & Shanahan (2006) reported that 
“existing large-scale data sets on the school achievement of language-minority students in the 
United States and abroad suggest that comprehension is a significant area of difficulty for these 
learners” (p. 100). In all the studies reviewed by these authors, second language learners were 
found to have poorer reading comprehension than language majority peers. DLLs struggle with 
reading comprehension from second grade through high school, and expository text is more 
challenging for these students than narrative text (Bejos, 2009). A large gap exists between the 
standardized reading scores of DLLs and those of native English speaking students, and this gap 
widens as the child progresses, until it stabilizes in the high school years (Bejos, 2009).  
 Lesaux, Koda, Siegel, & Shanahan (2006) and Lesaux & Geva (2006) suggested that the 
difficulties with comprehension encountered by DLLs may stem from reduced skills in oral 
language in English, reduced prior knowledge, limited exposure to print, and poor quality 
literacy instruction. Genesee & Geva (2006) conducted a review of literature on the subject and 
concluded that factors that affect second language literacy include: transfer of knowledge from 
one situation or language to another, underlying cognitive abilities, differences between the first 
and the second language, and the specific features of the second language. There is general 
consensus that developing the oral aspect of the second language has a positive impact on second 
language literacy. Klinger and Vaughn (2004) reported that there is a reciprocal relationship 
between oral proficiency and reading achievement, finding that instruction in second language 
reading comprehension can improve second language skills in oral language. 
 In her work on adult second-language speakers’ use of conjunctions when reading 
English-language expository text, Geva (1992) suggested that the college students who were her 
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subjects were using too many cognitive resources to process basic language information, and 
therefore had few resources to dedicate to higher order text information such as cohesion. Geva 
concluded that, if reading processes are not automatic, then resources have to be dedicated to 
lower order processing which can impair global understanding of the text. She suggested that if 
the adult students were more familiar with the second language, they may be better able to make 
use of conjunctions in expository text. Although these studies included adult participants, rather 
than school-aged children, it is likely that the same problem with resource allocation affects 
some school age second-language readers. 
 Little research exists about the effect of the oral aspect of the first language on second 
language literacy. Although, in their review of relevant literature on the subject, Genesee, Geva, 
Dressler, & Kamil (2006) concluded that oral proficiency in the first language does not appear to 
influence reading comprehension in the second language for middle school students, the authors 
also noted that the body of evidence is extremely sparse. Additionally, the measures used to 
determine oral proficiency in the first language in the studies reviewed were self-ratings or 
listening comprehension. While valid measures, neither self-ratings nor listening comprehension 
yields a complex portrait of the child’s first language oral proficiency. Furthermore, the age 
range of the DLLs who participated in the studies was extremely limited. It may be found that for 
students who are much younger than the middle school students assessed, supporting oral 
language in the first language will have a positive impact on second language literacy. In a 
review of scholarly work on reading comprehension in bilingual individuals, Bejos (2009) 
reported that word reading efficiency and vocabulary knowledge in the first language can 
facilitate second language reading comprehension if the languages have similar roots. There may 
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not be evidence for a direct relationship between first language oral proficiency and second 
language literacy, but some skills in the domain of oral language (in this case, vocabulary 
knowledge in the first language) were shown to foster second language literacy success. 
Genesee, Geva, Dressler, and Kamil (2006) discussed various studies indicating that vocabulary 
knowledge transfers across languages. The authors conclude: 
“To the extent that future research continues to provide evidence in support 
of cross-language effects in vocabulary development, it would follow that 
oral language support for English-language learners’ literacy development 
could be provided in either the first or second language and that this support 
should focus on language skills that are linked to higher order cognitive or 
academic tasks - that is, language for categorizing, reasoning, and abstract 
thought (p. 181).” 
It should be noted that the authors urge caution due to the paucity of studies and the fact that the 
studies did not include first and second languages that are typologically different.
 Bilingual instruction (or instruction that includes the development of the first language) 
supports language and literacy proficiency in the second language. Genesee, Lindholm-Leary, 
Saunders, & Christian (2005) found convergent evidence that maintaining instruction in the first 
language has a positive impact on academic achievement. According to these authors, children 
who are educated bilingually demonstrate equivalent or higher academic achievement compared 
to their peers by late elementary school. The authors did not indicate whether the comparison 
peer group consisted of DLLs who were educated in English only or rather, native English 
speaking students. The authors concluded that little evidence suggests that second language 
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literacy is negatively impacted by the continued development of oral language skills in the first 
language.
 Various researchers and authors have found that successful reading, for bilingual readers, 
involves drawing on both languages and both cultures (Bejos, 2009, Genesee, Lindholm-Leary, 
Saunders, & Christian, 2005, Klinger & Vaughn, 2004). Bilingual readers often incorporate bi-
directional translation (Bejos), and while they think in both language while reading in English, 
the often rely on the first language (Hardin, 2001 cited in Bejos, 2009). Vacca & Vacca (20051) 
reported that when students identify with and use their own language and culture, they are more 
likely to succeed academically and to become literate and continue to improve their literacy 
skills.
 A review of the existing literature on DLL’s use of conjunctions to facilitate reading 
comprehension in the second language reveals that insufficient evidence exists to determine how 
best to support more effective use of conjunctions by struggling DLL readers. Questions to be 
addressed by this study include: how well do third grade bilingual readers implement instruction 
on conjunction use delivered in English? How well do they implement instruction on 
conjunctions delivered in Spanish, with translation of the conjunctions into English? And does 
Spanish-language instruction in conjunctions (and perhaps in text-structuring devices in general) 
better support English-language reading comprehension of expository texts? 
Purpose
The purpose of this research project was to determine if a bilingual explanation of conjunctions 
results in better comprehension than an explanation in English only for dual language learners 
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1 “Culturally and linguistically diverse learners”
reading an English language text.  This study consisted of a group of 3rd grade dual language 
learners (Spanish and English) who attended English-language classrooms. Each participant 
received instruction and practice with half of the target words in English and half of the words in 
Spanish with English translation of the words. The order of presentation and the language of 
presentation for each word was varied to control for effects of these variables on the results. Pre- 
and post-instruction assessment were administered to measure the subjects’ comprehension of the 
target words before and after the explanation of the target words. For each subject, post-test 
results were analyzed for differences in comprehension of those words presented in Spanish from 
those presented in English.
METHOD
Participants
 Participants in this study were four students from the cities of Longmont and Boulder. 
Participants were Spanish-English bilingual third graders currently attending English language 
classrooms (with one exception). Students who had previously had a Spanish language 
placement were desired in order to examine the effect of language of instruction during the 
child’s transition from Spanish to English academic instruction. However, it was not possible to 
recruit sufficient participants who met these criteria. An equal number of boys and girls 
participated. Students were not excluded based on ethnicity, gender, age, or academic 
performance. Students who received supplementary instruction in English language were not 
excluded. However, students with an IEP were not eligible for the study. The goal of the study 
was to determine the effect of instruction in different languages for students of typically 
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developing cognitive and language skills. A documented language or learning disability would 
have added an uncontrolled variable into the study. Additionally, if a child was unwilling or 
unable to read the entire passage, he or she would have been excluded from the study. All 
children completed the protocol.
 Participant 1. Participant 1 was an 8 year old boy in third grade. He was born in the 
United States and attended English-language classrooms throughout his schooling. Additionally, 
he had older siblings who spoke English at home. His mother reported that Spanish was the 
primary language of the home. The child reported feeling equally comfortable in English and 
Spanish. 
 Participant 2. Participant 2 was an 8 year old girl in the third grade. She was born in the 
United States and was enrolled in a bilingual third grade class. Her previous schooling was in 
English-only classes, according to her father. She spoke only Spanish at home, and she reported 
speaking “a little English” outside the home. She reported feeling equally comfortable in both 
languages. 
 Participant 3. Participant 3 was an 8 year old girl who was born in the United States and 
attended an English-language third grade class. She attended bilingual kindergarten through 
second grade classes, according to her mother. She reported using English and Spanish both at 
home and outside of the home and reported being equally comfortable in both languages. 
 Participant 4. Participant 4 was a 9 year-old, third grade boy. He attended an English-
language third grade class. He had attended a Spanish-language preschool, and bilingual 
kindergarten through second grade classes, according to his mother. He was born in the United 
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States. He reported using mostly Spanish both inside and outside of the home. He said that he 
used some English with his friends, and that he preferred Spanish. 
Materials
 Assessment activity
1. IDEL (Indicadores Dinámicos del Exito en la Lectura) 7th Edition. 3rd Grade.  This 
instrument provided information on the participant’s reading ability in Spanish. Tests used 
included: Fluidez en la Lectura oral IDEL and Fluidez en el Recuento Oral (oral reading 
fluency and oral retell fluency). The indicated benchmark for the oral reading fluency for the 
spring of a child’s third grade year is a reading rate of at least 65 words per minute. An oral 
retell fluency score of about half the oral reading fluency score is considered typical. For 
example, if a child has a reading fluency score of 70 words per minute, a score of 35 words 
in one minute on the oral retell task would be considered typical.
2.  Student reading text modified from Adams, G. & Brown, S. (2007). Homes of the Past.  
Selections were taken from the published text and some sentences were changed in order to 
incorporate the target conjunctions into the text.
3. Assessment of student comprehension of text and target words in English. This assessment 
was developed by the researcher. The assessment included a “Comprehension questions” 
section and a “Vocabulary” section. First, the reader demonstrated knowledge of how to use 
the target conjunctions as clues to text structure. In the “Comprehension questions” section, 
questions were posed about textual elements that were mediated by conjunctions, and the 
student could scan the text to find the answer. This comprehension section was administered 
first to avoid the student being taught the conjunctions by the “Vocabulary” section. 
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Secondly, in the “Vocabulary” section, sentences were given with the conjunction missing. 
The student was asked to fill in the blank using one of the target conjunctions from a word 
bank. A pre-instruction and a post-instruction version were created for each section to 
encourage the student to reconsider the questions after instruction rather than writing the 
same answer on the post-instruction activity as on the pre-instruction activity. 
 Instruction activity 
1. Target conjunction vocabulary, from text excerpt, and Spanish equivalents. The conjunctions 
were divided into two groups, with attention given to the relative difficulty such that the two 
groups were roughly equal in overall difficulty of concept.       
 Table 1: Conjunctions                        
Group 1 Group 2
Rather than/ En vez de Although / Aunque
Since/ Como Because / Porque
However / Sin embargo When/ Cuando
2. Index cards with the target conjunctions written in English or in Spanish. These cards were 
used to join ideas into complex sentences. For the bilingual instruction, they also served as a 
reminder of the English equivalent of the Spanish words used in the activities.
3. Conjunction activities in English and Spanish. These activities were written by the researcher 
and included an English section and an equivalent Spanish section for each conjunction. For 
each conjunction, in each language, model sentences were constructed, by the student with 
support from the researcher, with the target conjunction used correctly. These sentences were 
on simple, everyday topics and were intended to approximate the child’s oral language. The 
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purpose of these sentences was to bridge the potential gap between the textual conjunctions 
and the child’s oral language (either Spanish or English). Finally, the student was given the 
first phrase of sentences and asked to finish it using the conjunction and generating a second 
phrase.
4. Index cards with ideas in English or Spanish. Students combined simple ideas into complex 
sentences using the conjunctions. Then students used the conjunction and one simple idea to 
generate original sentences using the conjunction.
Procedure
 Students were tested individually in a single session of about an hour and a half. Three 
sessions were held at the child’s home and one was held at the public library.  During the session, 
the student read the excerpt, took the first assessment, worked through the conjunction activities 
with the researcher, reread the excerpt, and took the post-instruction assessment. (Appendices A, 
B, C, and D include the assessments, the text, and the exercises.) The child was allowed as much 
time as he or she required to read the text. A definition was provided for any word except the 
target conjunctions, at the child’s request. No feedback was given for either assessment except to 
thank the child for completing the task.  
 For each conjunction, an activity in English and an activity in Spanish were written. Each 
student received a conjunction’s activity in only one language, English or Spanish. The English 
conjunction was always provided. Emphasis was placed on incorporating the word into the 
child’s spoken vocabulary in the corresponding language. However, the Spanish activity was 
used bilingually as needed to ensure that the student understood the conjunction in both 
languages. The child and researcher worked together to translate some of the Spanish sentences 
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into English to ensure that the child linked the Spanish word to its English equivalent. However, 
instruction was entirely in Spanish for these conjunctions (for example: prompting the child to 
consider how many ideas are linked by the conjunction or naming the explicit relationship such 
as ‘the reason.’)
 Each student completed the activities for one group of conjunctions in English and those 
for the other group in Spanish. Thus, although the student received instruction in only one 
language for each conjunction, he or she worked through some activities in each language. The 
order of the language of presentation alternated, such that the first and second children received 
English instruction first, and the third and fourth children received Spanish instruction first. 
Additionally, the groups of conjunctions were alternately presented in English and Spanish to 
subsequent children. See Table 2 for the distribution of groups and languages. This structure was 
intended to ensure that student performance was not consistently biased by the language or order 
of presentation of certain words. 
Table 2: Distribution of Conjunction Groups and Languages
Child First 
Conjunction 
Group 
First Language Second 
Conjunction 
Group 
Second 
Language
1 1 English 2 Spanish
2 2 English 1 Spanish
3 1 Spanish 2 English
4 2 Spanish 1 English
The presentation of these activities was bilingual (using English for some activities and Spanish 
for others) and was administered by a bilingual examiner. The bilingual materials were reviewed 
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by a bilingual Speech-Language Pathologist for appropriateness to age level and to correct 
Spanish usage.
Results
Spanish Reading Abilities - IDEL (7a Edición)
The four participants displayed a variety of reading abilities for Spanish-language texts. 
Participants 1 and 3 (a boy and girl, respectively) scored substantially below the Spring reading 
fluency benchmark for third grade. Participants 2 and 4 (a girl and boy, respectively) achieved 
reading fluency scores that suggest that, with continued education in Spanish-language reading, 
they might achieve the benchmark level by the end of third grade. However, participant 2 did not 
demonstrate strength in oral retell, which suggested that her comprehension may not match her 
oral reading fluency, while participant 4 demonstrated good oral retell skills. 
 Participant 1. This child’s reading ability as determined by IDEL (7a Edición) is likely 
below the third grade benchmark. His score on the oral reading fluency task was 34 words per 
minute. The benchmark for the end of third grade is 65 words per minute. It does not seem likely 
that the child will increase his reading speed by 31 words per minute by the end of the academic 
year. His oral retell fluency score was 50% of his reading rate (17 words in one minute). This 
score suggests that the child’s oral reading fluency score is likely a good estimate of his true 
reading proficiency, including comprehension (IDEL Administration and scoring guide, p. 32). 
That is, the child’s reading fluency and reading comprehension in Spanish are likely below 
benchmark. However, since this participant has never received Spanish-language instruction, it is 
unlikely that he has been taught explicitly to read Spanish. His low score may reflect a lack of 
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familiarity with Spanish-language text rather than low reading skills. Insufficient information 
was obtained to determine his true reading ability.
 Participant 2. This child’s reading fluency is approaching benchmark, with 59 words per 
minute. It is easily conceivable that, given continued instruction in Spanish-language reading, the 
child would reach 65 words per minute by the end of the academic year, and therefore meet the 
benchmark. However, the child’s oral retell fluency score was 12 words in one minute. This 
score, in conjunction with a subjective evaluation of the child’s performance, suggests that the 
child’s reading comprehension may lag behind her reading fluency. This child, like participant 1, 
received all previous instruction in English, with third grade being her first experience with 
Spanish-language instruction. Thus, the child had received only a few months of Spanish-
language instruction at the time of the assessment. For this child, too, the reduced oral retell 
score may be due to a lack of exposure to and instruction in Spanish-language reading. 
 Participant 3. This child read 25 words per minute on average, and her oral retell 
included an average of 22 words. The oral retell included almost all the information that the child 
had read. This score is well below benchmark, and it seems unlikely that the child will reach 
benchmark by the end of the academic year. The child was enrolled in an English-language third 
grade classroom, with all previous instruction having been in Spanish. Therefore, it seems 
unlikely that the Spanish-language text provided an obstacle to reading fluency. The child 
demonstrated good comprehension of the portion of the text she read, based on a subjective 
evaluation. 
 Participant 4. This child is approaching benchmark for third grade, with a reading 
fluency score of 57 words per minute and an oral retell score of 30. As with participant 2, if the 
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child continued to receive instruction in Spanish-language reading, it seems likely that he would 
meet the benchmark fluency rate. His oral retell score is slightly over 50% of his reading fluency 
rate, which suggests that the reading fluency rate is a reliable estimate of his true Spanish-
language reading abilities. This child had received Spanish-language or bilingual education since 
preschool. 
Conjunction Assessment Activities
No consistent effect was shown for language of instruction, nor for the instruction activities in 
general. On the text comprehension activity, from the pre-instruction to the post-instruction 
assessment, two participants demonstrated comprehension of one additional conjunction, while 
the other two missed a question on the post-assessment after having responded correctly to the 
corresponding question on the pre-assessment. On the vocabulary activity, two participants made 
no gains in correct usage of the conjunctions in the word bank, while the other two used more 
conjunctions incorrectly after instruction than before. (See Table 3 and Table 4 below for 
participants’ scores.) 
Table 3: Participants’ scores by item for the text comprehension activity
Text Comprehension
Participant
1 Pretest
1 Posttest
2 Pretest
2 Posttest
3 Pretest
3 Posttest
4 Pretest
4 Posttest
Group 1 Group 2 Change
Rather than Since However Because When Although
0 0 1 1 1 0
0 0 1 1 0 0 -1
1 1 0 1 0 1
1 1 1 0 1 1 +1
0 0 0 0 1 1
0 0 1 1 1 0 +1
1 1 0 0 1 1
0 1 0 1 1 0 -1
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Table 4: Participants’ scores by item for the vocabulary activity
Participant
1 Pretest
1 Posttest
2 Pretest
2 Posttest
3 Pretest
3 Posttest
4 Pretest
4 Posttest
Vocabulary
Group 1 Group 2 Change
Rather than Since However Because When Although
1 1 0 1 0 1
1 1 0 0 0 1 -1
1 1 0 1 1 0
1 0 0 1 0 0 -2
1 0 0 1 0 0
1 0 0 0 0 1 0
1 1 1 0 0 1
1 0 0 1 1 1 0
 Participant 1. Participant 1 demonstrated low oral reading fluency on IDEL and received 
relatively low scores on both the pre-assessment (3/6) and the post-assessment (2/6) for 
comprehension. He completed conjunction group 1 in English, then conjunction group 2 in 
Spanish with English translation. In the text comprehension activity, his score did not change for 
the conjunctions in group 1. He answered one question with a group 2 conjunction (when) 
incorrectly on the post-assessment that he had previously answered correctly. His vocabulary 
scores followed the same pattern. He used ‘because’ correctly in the pre-assessment and 
incorrectly in the post-assessment. 
 Participant 2. This child demonstrated high reading fluency but lower oral retell skills 
on IDEL. She scored 4/6 on the comprehension pre-assessment and 5/6 on the comprehension 
post-assessment. She received instruction for group 2 conjunctions in English followed by group 
1 conjunctions in Spanish. In the text comprehension activity, she answered one additional 
question correctly on the post-assessment using a conjunction from group 1 (however, instruction 
in Spanish). She answered an equal number of group 2 conjunctions correctly (2/3) in both 
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assessments, however, on the pre-assessment, she used ‘because’ correctly and ‘when’ 
incorrectly while on the post-assessment, the reverse was true. On the vocabulary activity, she 
answered one additional question incorrectly in each conjunction group (since and when) on the 
post-assessment. 
 Participant 3. On the post-assessment activity, this participant answered one additional 
question correctly. She demonstrated low oral reading fluency on IDEL and scored 2/6 and 3/6 
respectively on the pre- and post-assessments for comprehension. She received instruction for 
group 1 conjunctions in Spanish, and increased her score for this group from 0/3 to 1/3, using 
‘however’ correctly on the post-assessment. Of the group 2 conjunctions, her total score 
remained the same, but she used ‘because’ correctly in the pre-assessment and ‘although’ 
correctly in the post-assessment. Her performance on group 2 conjunctions on the vocabulary 
exercise paralleled this pattern, while for group 1 conjunctions, her vocabulary performance was 
unchanged. 
 Participant 4. Participant 4 demonstrated the highest and most reliable Spanish reading 
skills on IDEL, but his scores on the reading comprehension activity did not reflect substantially 
better skills than the other participants (4/6 pre-assessment and 3/6 post-assessment). He used 
one additional group 1 conjunction incorrectly on the post-assessment (‘rather than’). Instruction 
for this group was in English. Among group 2 conjunctions, he used ‘because’ correctly on the 
pre-assessment only, and ‘although’ correctly on the post-test only, resulting in a stable score for 
group 2. On the vocabulary activity, he used all group 1 conjunctions correctly on the pre-
assessment, but only 1/3 correctly on the post-assessment. For group 2 conjunctions (Spanish 
instruction), the pattern was reversed. He scored 1/3 on the pre-assessment and 3/3 on the post-
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assessment. Thus, his overall score on the activity was unchanged, but he demonstrated 
improved performance on group 2 conjunctions (and decreased success with group 1). 
Discussion and Conclusions
 Each participant performed with some variability on an item-by-item basis, in some cases 
improving his or her performance on an item and in some cases declining. No trend was 
observed in the variations in performance by language or by order of instruction. No main effect 
was observed in this study. The instruction in the use of conjunctions, regardless of language, did 
not seem to impact the participants’ performance. A possible exception is provided by the 
performance on the vocabulary activity by participant 4, who increased his performance from 1/3 
to 3/3 on the conjunctions for which he received Spanish instruction. This participant also 
demonstrated the highest reading ability in Spanish, and had received the most education in 
Spanish. However, the reason for his parallel decline in performance on the conjunctions for 
which he received English-language instruction is not clear. For the comprehension activity, 
which constituted the true matter of this investigation, no effect was observed from the 
instruction. Additionally, there was no clear relationship between the children’s demonstrated 
Spanish-language reading ability and the scores on the comprehension activity. Participant 2 
demonstrated relatively low reading ability in Spanish but scored the highest on the 
comprehension activity. Since English reading ability was not formally assessed, the relationship 
between this ability and performance on the activity cannot be determined.2 
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2 Since participants were initially expected to have received all previous instruction in Spanish, assessment of only 
Spanish reading ability was included in the research protocol. For such students, Spanish reading skills may 
reasonably be expected to be high and English skills relatively lower. However, the inclusion of students who had 
received previous instruction in English meant that Spanish-language reading scores were less informative than 
expected. 
 One possible explanation for the varied responses across the two assessments (pre- and 
post-assessments) is that the questions may not have been exactly equivalent in difficulty. The 
fact that some participants answered items correctly before instruction and incorrectly after 
instruction suggests that the questions may not have been equally difficult. No clear pattern was 
observed that suggests that the post-assessment questions were more difficult with the possible 
exception of ‘although’ - two  participants answered correctly on the pre-assessment and 
incorrectly on the post-assessment. One of these participants received instruction for this 
conjunction in English and one in Spanish. Therefore, there is no suggestion of an effect from 
language of instruction.  However, the instruction for this conjunction, regardless of language, 
may have been confusing. The group 1 conjunction ‘however’ revealed the opposite pattern, with 
two participants improving their performance on this item. Both of these participants received 
instruction for this conjunction in Spanish. Those who received instruction in English did not 
change their performance on the item, but one of these participants used ‘however’ correctly on 
both assessments. Although this item may suggest a slight language effect, there is insufficient 
evidence to support such an effect. It is equally possible that the participants’ performance on 
individual items, rather than reflecting the instruction the students received, may reflect the 
developmental abilities of the participants and the relative difficulty of the conjunctions. 
According to Colorado educational standards, students in third grade should learn to use 
conjunctions in an academic setting, which suggests that conjunctions are considered 
developmentally appropriate for these students. It may be the case that ‘although’ is conceptually  
more advanced than ‘however’ and that the students were developmentally ready to master the 
concept of the latter but not the former. 
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 Another possible explanation is that insufficient instruction was provided for such 
complex concepts as conjunctions. It is possible that, given instruction and practice over several 
sessions, the instruction may have substantially improved the students’ performance on the 
comprehension activity. Based on the available evidence, it is impossible to determine if 
increasing the amount of instruction would have yielded an effect for language of instruction. 
However, based on the absence of any indication of such an effect in the present project, it seems 
doubtful that such a trend would emerge. 
 The duration of the session constituted a further factor that may have influenced the 
performance of the students. The students may have experienced some degree of fatigue and 
reduced concentration due to the 1.5 hours required to complete the elements of the project. The 
single long session was chosen in order to inconvenience the families of the participants as little 
as possible. Because a parent was required to schedule and attend sessions, it was felt that a 
single session would be more convenient. An additional consideration is that the sessions were 
held in the families’ homes for the most part. In two of the three sessions held in homes, younger 
children were present and created some distraction, as did other family members. The fourth 
session was held at a public library in the adult reading and microfiche section, where the 
environment was relatively quiet. However, this was probably not a very familiar setting for the 
child and may also have contributed to distraction. If the children had been assessed in a quiet 
classroom in their school, their performances may have been positively affected. 
 The administration of a language dominance test such as IPT I3 (IDEA Oral Language 
Proficiency Test) would have provided more information about the children’s oral language skills 
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3See http://www.ballard-tighe.com/products/la/iptFamilyTests.asp for more information on this test series.
in each language and may have helped to illuminate some trend in the data according to language 
dominance. Such a test was not administered primarily because the examiner was unaware of the 
IPT I or an equivalent test. Additionally, the administration of such a test would not have been 
practical given the structure and length of the assessment sessions. Future research into this area 
of bilingual language learning should include such a measure.  
 Research in bilingual language development is notoriously complicated by the 
heterogeneity of the bilingual population. Bilinguals differ not only according to the languages 
spoken, but also according to relative skills and experience in each language. When the 
participants were asked which language they preferred to use, only one child reported preferring 
Spanish. The others reported feeling equally comfortable in either language. The fourth 
participant, who expressed a preference for Spanish, had received the most education in Spanish, 
including preschool. This participant was the only one for whom the possibility of improved 
performance with Spanish language instruction was suggested by his performance on the 
vocabulary activity (but not on the text comprehension activity). It is possible that, for this child, 
the Spanish-language instruction was beneficial in developing the concepts of the conjunctions 
for oral language use but that instruction was insufficient to for use in more complex expository 
text comprehension. (The reason for his decreased performance on the conjunctions for which he 
received English-language instruction is not readily clear.) For the remaining participants, 
Spanish instruction may not be more helpful than English at this point in their language 
development. Although research suggests that bilingual individuals read bilingually, accessing 
concepts in both languages, there may be a preference for learning new information in English 
for these children for whom English may be becoming dominant.
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Appendix A: Pre-Assessment
Student Worksheet
Comprehension questions:
1. Did Native Americans live in cities? How did they live?
2. Were teepees the same type of home as other Native Americans lived 
in?
3. What natural resources did the desert have instead of trees?
4. Why did the Native Americans create adobe?
5. Why did the Native Americans have to let the adobe on the ground dry 
for many days?
6. Why did the Native Americans have to add more rooms to the pueblos 
later?
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Vocabulary:
Fill in the blank using one of the words from the word bank below. 
Because   Since   Although  
However   Rather than    When
1. I’m going to call my mom for a ride home _________________ walk 
in the cold.
2. I got in trouble ___________________ I didn’t do my chores at 
home.
3. _________________ my friend is done with his chores, he is going to 
come to my house.
4. __________________ I didn’t go to school yesterday, I have to make 
up my homework. 
5. __________________ my brother doesn’t like basketball, he’s going 
to play with me after school.
6. I don’t want to see that movie.  _________________, I’m going to 
watch it because my friend really wants to see it.
Student Worksheet
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Appendix B: Post-Assessment
Comprehension questions:
7. Why did the Native Americans need to make adobe?
8. Why did the Native Americans add more rooms to the pueblos after 
they built them?
9. Did Native Americans live in cities? If not, how did they live instead?
10.Why did the Southwestern people let the adobe on the ground dry for 
many days?
11.Did people who lived in teepees live in the same type of home as 
other Native Americans?
12.Did the desert have natural resources? What were they? 
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Vocabulary:
Fill in the blank using one of the words from the word bank below. 
Because   Since   Although  
However   Rather than    When
1. _________________ I finish my chores, I get to play games.
2. I’m going to ride the bus home _________________ walk in the cold.
3. I don’t want to play a game.  _________________, I’m going to play 
one because my friend really wants to play it.
4. __________________ I stayed home sick yesterday, I have to make 
up my homework. 
5. __________________ my sister doesn’t like cards, she’s going to 
play with me after school.
6. I got in trouble at school ___________________ I didn’t do my 
homework.
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Appendix C: Text
Modified from: Adams, G. & Brown, S. “Native Americans” and “Southwest Homes: Pueblos.” 
The Six-Minute Solution: A Reading Fluency Program (Primary Level). Sopris West, Longmont 
CO, 2007, 358 & 360. 
Native Americans
 Native Americans were the first people to live in the United States. They settled in small 
groups across the land, rather than living in cities like many people do today. Each group had its 
own language and customs. Customs are specials ways of doing things. Some groups shared the 
same culture, or way of living. Language is a part of a culture. So are the clothes that people 
wear and the food they eat. A certain type of house is part of a culture, too.
 Native Americans depended on nature to live. They made good use of the natural 
resources. Natural resources are things found in nature. They are useful to people. Land is a 
natural resource. So are water and air. Fish and animals are natural resources, too. 
 Native Americans used things from nature to build their homes. The plains people lived 
in teepees. However, other people lived in other types of homes. 
Southwest Homes: Pueblos
 Native Americans in the Southwest lived in the desert. They lived in homes called 
pueblos. Although the desert did not have many trees as natural resources, it had rocks and clay. 
When the Native Americans wanted to build homes, they mixed clay mud with wild grasses to 
create adobe. Then they used adobe as a building material.
 To build their homes, Native Americans poured thick adobe on the ground for a first 
floor. Since the adobe was wet mud, they had to let it dry for many days. Next, they made thick 
adobe blocks and placed them in the sun to dry. Adobe blocks were then used to frame and build 
the pueblos. Wood poles were used for the roofs. 
 These southwestern homes were build on top of tall, flat mountains. Pueblos looked like 
apartment buildings. The rooms were close together. Many families lived in a set of rooms. 
Because the families kept growing, more rooms had to be added to the pueblos later. Pueblos 
were very good homes for an area with a dry, hot climate and very little rainfall. 
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Appendix D: Instruction Activities
For each conjunction, the researcher will read sentence 1 and 2 with the student and discuss how 
the ideas are linked. For sentences 3 and 4, the student will join the two sentences given into a 
more complex sentence, using the target conjunction. For sentences 5 and 6, the student will 
generate a complete sentence using the conjunction and the prompt given. 
After sentence 4, the student will reflect on what the conjunction means/does. Examples or 
definitions will be accepted, and clinician will help to clarify the concepts as needed. Then the 
student will complete sentences 5 and 6 with reduced help.
I. Rather than/ En vez de
A. Spanish: En vez de
1.Voy a hacer mi tarea en vez de jugar videojuegos.
2. Voy a tomar leche en vez de comer una naranja.
  Student:
3. Voy a jugar. No voy a dar un paseo.
4. Hoy en clase, vamos a pasar un examen. No vamos a aprender. 
5. Mamá va a preparar la cena...
6. Mi hermano me enoja, pero le hablo calmamente ...
B.English: Rather than
1.I’m going to do my homework rather than play videogames.
2. I’m going to drink milk rather than eat an orange. 
  
  Student: 
3. I”m going to play. I’m not going to take a walk.
4. Today in class, we’re going to take a test. We’re not going to learn.
5. My mom is going to make dinner at home ...
6. My brother makes me made, but I speak to him calmly ... 
II.Since/ Como
A. Spanish: “Como” 
1. Como tu me dices cosas feas, no juego más con tí.
2. No puedo almorzar hoy, como dejé mi almuerzo a la casa.
 Student: 
3. Yo no voy al cine. No tengo dinero.
EFFECT OF LANGUAGE ON COMPREHENSION OF CONJUNCTIONS 41
4. Mis amigos salen a jugar.  Hace buen tiempo.
5. ... mis padres van a darme un regalo...
6. ... mis padres me castigan ...
B. English: “Since” 
1. Since you’re being mean to me, I’m not playing with you.
2. I can’t eat lunch today since I forgot my lunch at home.
 Student: 
3.  I’m not going to the movies. / I don’t have money.
4. My friends are going out to play. / It’s nice outside.
5. ... my parents are going to give me a present ...
6. ... my parents are going to punish me ...
III. When/ Cuando
A. Spanish: Cuando
1.Cuando mi madre llega, vamos al cine.
2.Cuando termino el desayuno, parto por la escuela.
  Student:
3.Cumplo los 16 años. Puedo manejar un carro.
4.Termino mi tarea. Voy a tomar un bocadillo.
5. ...mi amigo llega...
6. ...terminamos la cena...
B. English: When
1.When my mom gets here, we’re going to the movies.
2.When I finish breakfast, I’m leave for school.
  Student:
3. I turn 16. I can drive.
4. I finish my homework. I’m going to get a snack. 
5. ...my friend arrives ... 
6. ...we finish dinner ...
EFFECT OF LANGUAGE ON COMPREHENSION OF CONJUNCTIONS 42
III.However / Sin embargo
A. Spanish: “Sin embargo” 
1. Tengo miedo de tiburones. Sin embargo, voy a nadar en el mar.
2. No corro muy rapidamente. Sin embargo, gané la carrera.
 Student: 
3. Yo no tengo mucho dinero. / Presté 5 dólares a mi hermano.
4. Hace mucho sol. / Hace frio.
5. Yo practico mucho el basket ...
6. Grité a mi hermano ... 
B. English: However
1. I’m afraid of sharks. However, I’m going swimming in the ocean.
2. I don’t run very fast. However, I won the race.
 Student:
3. I don’t have much money. I lent 5 dollars to my brother.
4. It’s very sunny. It’s cold.
5. I practice basketball a lot ...
6. I shouted at my brother ....
I. Because/ Porque
A.Spanish: Porque
1. Debemos tomar muchas frutas porque son muy saludables.
2. Porque tengo solo 9 años, no puedo manejar un carro.
 Student: 
3. Debemos tomar leche. We want to be strong.  
4. Vamos jugar en la casa. Llueve. 
5. Hacemos las maletas...
6. Queiro leer este libro...
B.English: Because
1.You should eat a lot of fruit because it’s good for you.
2.  Because I’m only 9, I can’t drive a car.
 Student: 
3. We should drink milk. We want to be strong.
4. We’re going to play inside. It’s raining. 
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5. We need to pack our suitcases ... 
6. I want to read this book...
IV.Although / Aunque
A. Spanish: “Aunque” 
1. Aunque yo tengo 9 años, me gusta jugar con mis primos chiquitos.
B. Aunque llegué tarde a la escuela, la maestra no se enojó.
 Student: Haz una frase de las dos dadas.
1. Hace frio. No llevo una chaqueta. 
2. No me gustan hamburguesas. Las como cuando mamá las prepara.
3. Debo arreglar mi alcoba ...
4. Me gusta chocolate ... 
C. English: Although
1. Although I’m nine years old, I still like to play with my little cousins.
2. Although I was late to school, my teacher wasn’t mad.
 Student: 
3. It’s cold. I didn’t wear a jacket.
4. I don’t like hamburgers. I eat them when my mom makes them.
5. I should clean my room ...
6. I like chocolate ...
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